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Abstract
The investigation of the process of identity development is very complex, as a multitude of background
information and influencing factors must be considered before suggestions can be made for
incorporating identity exploration into a secondary school setting. Chapter One sets the groundwork for
this investigation by first describing the nature of the issue and generally introducing topics which will be
explored in later chapters. The research question is stated, then expanded upon to include the factors one
must consider when attempting to answer the research question. The chapter continues by explaining the
significance of the problem, as established in both real-world and research situations. Definitions of
subject-specific terminology used throughout the paper are provided. Chapter One concludes with an
overview of the organization of the paper, chronicling the main topics addressed in each section.

This open access graduate research paper is available at UNI ScholarWorks: https://scholarworks.uni.edu/grp/1668

Identity Exploration 1

Identity Exploration in the Secondary ESL Setting
Sarah Wait
University of Northern Iowa
MAE: Educational Psychology
Final Project

2007

This Research Paper by:

Sarah Wait

Entitled:

Identity Exploration in the Secondary ESL Setting

has been approved as meeting the
research paper requirement for the degree of

Master ofArts in Education: Educational Psychology
Professional Development for Teachers

r ctor of Research Paper - Jo

Henning

Re~erofRe~

Graduate Faculty Advisor - Th

a Berg

Department Head - R~i Al-Mabuk
Educational Psychology & Foundations

g -1t-~aJ7
Date Approved

Identity Exploration 2
TABLE OF CONTENTS
CHAPTER 1: OVERVIEW ............................................................................................................ 6
Statement of Problem .................................................................................................................. 6
Significance of Problem .............................................................................................................. 7
Definitions ................................................................................................................................... 8
Acculturation ............................................................................................................................ 8
Additive bilingualism ............................................................................................................... 8
Adolescent Immigrants............................................................................................................ 9
Affective filter .......................................................................................................................... 9
Bilingual program .................................................................................................................... 9
Code-switching ......................................................................................................................... 9
Discourses ................................................................................................................................ 9
ELL ........................................................................................................................................... 9
ESL ........................................................................................................................................... 9
Ll ............................................................................................................................................. 9
Subtractive bilingualism ........................................................................................................... 9
Organization of the Paper .......................................................................................................... 10
CHAPTER 2: GENERAL FACTORS INFLUENCING IDENTITY DEVELOPMENT ........... 11
Types of Identity ........................................................................................................................
Cultural Identity .....................................................................................................................
Social Identity ........................................................................................................................
Personal Identity .....................................................................................................................

11
11
12
12

Language and Identity ............................................................................................................... 12
Adolescence and Identity ........................................................................................................... 14
Process of Acculturation ............................................................................................................ 16
Assimilation ........................................................................................................................... 16
Separation/Rejection .............................................................................................................. 17
Integration/Biculturalism ....................................................................................................... 18
Marginalization/Third Place ................................................................................................... 21
Summary .................................................................................................................................... 22
CHAPTER 3: INDIVIDUAL FACTORS AFFECTING IDENTITY DEVELOPMENT ........... 24
Personal Factors ......................................................................................................................... 24
Membership in Cultural and Ethnic Groups .......................................................................... 24

Identity Exploration 3
Immigration Circumstances ................................................................................................... 26
External Influences .................................................................................................................... 28
Families .................................................................................................................................. 28
Native Culture Peers ............................................................................................................... 29
Target Culture Peers ............................................................................................................... 31
Schools ................................................................................................................................... 31
Target Society ........................................................................................................................ 32
Individual Definitions of Culture .............................................................................................. 34
Definitions of the Native Culture ........................................................................................... 35
Definitions of the Target Culture ........................................................................................... 35
Self-Identification ................................................................................................................... 36
Summary .................................................................................................................................... 38
CHAPTER 4: PREDOMINANT THEMES IN IDENTITY DEVELOPMENT RESEARCH .... 39
Nature of Identity Development ................................................................................................ 39
Fluid ....................................................................................................................................... 39
Non-Linear ............................................................................................................................. 40
Complex ................................................................................................................................. 41
Situational. .............................................................................................................................. 43
General Recommendations ........................................................................................................ 44
Individual Knowledge ............................................................................................................ 45
Positive Environment. ............................................................................................................ 45
Opportunities for Identity Exploration ................................................................................... 46
Encouragement Without Conditions ...................................................................................... 46
Summary .................................................................................................................................... 47
CHAPTER 5: ENCOURAGING IDENTITY EXPLORATION THROUGHOUT THE SCHOOL
SETTING .................................................................................................................................. 48
Recommendations ..................................................................................................................... 48
School-wide Suggestions ....................................................................................................... 49
ESL Classroom Activities ...................................................................................................... 53
Activities Specific to the Author's Classroom ....................................................................... 57
Limitations of the Study and Suggestions ................................................................................. 66
Overview of Findings ................................................................................................................ 67
Summary .................................................................................................................................... 68

Identity Exploration 4
References ..................................................................................................................................... 70
Appendix A ................................................................................................................................... 77
Appendix B ................................................................................................................................... 79
Appendix C ................................................................................................................................... 80
Appendix D ................................................................................................................................... 81
Appendix E ................................................................................................................................... 82
Appendix F .................................................................................................................................... 83
Appendix G ................................................................................................................................... 88

Identity Exploration 5
LIST OF FIGURES
Figure 1 ......................................................................................................................................... 89
Figure 2 ......................................................................................................................................... 90
Figure 3 ......................................................................................................................................... 91

Identity Exploration 6
Chapter 1
Overview of Paper
The investigation of the process of identity development is very complex, as a multitude
of background information and influencing factors must be considered before suggestions can be
made for incorporating identity exploration into a secondary school setting. Chapter One sets the
groundwork for this investigation by first describing the nature of the issue and generally
introducing topics which will be explored in later chapters. The research question is stated, then
expanded upon to include the factors one must consider when attempting to answer the research
question. The chapter continues by explaining the significance of the problem, as established in
both real-world and research situations. Definitions of subject-specific terminology used
throughout the paper are provided. Chapter One concludes with an overview of the organization
of the paper, chronicling the main topics addressed in each section.
Statement of Problem
The ESL classroom often consists of students who vary greatly in native language,
educational background, level of target language acquisition, and personal history. However,
English language learners are struggling to learn more than a language. They are also facing the
often difficult process ofredefining themselves so that they may attempt to become part of the
majority culture. At the same time, they must reconcile the possible threat to their connections to
the native culture. This process involves the reconstruction of one's personal identity.
Despite their differences, one constant adolescent immigrants face is the myriad of
challenges and frustrations in developing their identities and unfortunately, the all-too-frequent
feeling that they have lost something in the attempt to balance their worlds (Greenberg, 1996).
Therefore, target language teachers are not only responsible for teaching English and aspects of
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the majority culture, but also for easing students' transitions to life in a new country through the
exploration of their overall identities.
Adolescent immigrants are faced with a set of tasks and interactions that, while also
experienced by adults or children, often involve different power relations or take different forms.
The life of an immigrant who is also a student "involves such complex tasks as relating to
teachers, aides, and peers; establishing ethnic/cultural identity; meeting parental demands;
responding to gender expectations; and performing academically-all this while learning a new
language" (McKay & Wong, 1996, p. 603). The majority of these tasks converge in the English
as a Second Language classroom, making it the ideal setting for identity exploration. The
question this paper will address is as follows: How can schools encourage identity exploration
in adolescent immigrants?
In order to answer this question, one must begin with a solid understanding of
contributing issues. First, factors that affect identity development on both an overall and
individual level must be acknowledged. The resulting views on the nature of identity
development itself must be examined. Only then can recommendations for implementing
identity exploration in the secondary school setting be formulated.
Significance ofProblem
Adolescent immigrants, already faced with the challenging process of acculturation, must
immediately deal with a school culture in which they are inundated with examples of what it
means to be American. The pressure they encounter at school is often contradicted by the
pressure they are receiving from their families, often making them feel as if they are trying to
exist in two different worlds simultaneously (Greenberg, 1996). At the same time, adolescents
are facing a point in their lives when they have a strong desire to fit in with their peers.
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Immigrant students often feel as if they are caught in the middle of the conflicting expectations
of their families, teachers, and friends while they are attempting to determine both their current
and desired membership in both cultures (Allendoerfer, 1999).
Overall, the feelings adolescent immigrants have regarding their developing identities
and the process of acculturation will impact their academic experiences (Minority Rights Group
International, 1998; Syed & Burnett, 1999). Language is only one part of a culture, and
immigrants must also adjust to the different meanings a society may attach to objects, behaviors,
and events (Goodenow & Espin, 1993). Therefore, the struggle for identity can be seen in areas
other than language.
Research has shown that language is not an essential aspect of membership in every
group; some situations and groups do not require a linguistic component for membership
(Phinney, Romero, Nava, & Huang, 2001). As some groups take precedence over others, those
requiring language learning are often determined to be of lower priority. The skills of reading,
writing, listening, and speaking may have different values for the learner in terms of identity
definition when considered in both social and academic contexts (McKay & Wong, 1997). The
interaction of identity and investment may explain some of the disparity in immigrants' academic
success and linguistic attainment-all may be invested, but the investment in the target language
or school culture may be secondary to other interests that can be accomplished through the use of
the native language or limited proficiency in English.

Definitions
Acculturation. Process in which individuals adopt aspects of a new culture.
Additive bilingualism. Process in which proficiency in the native language is actively
maintained while a target language is learned.
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Adolescent Immigrants. For the purpose of this paper, "adolescent immigrants" will be
defined as individuals who immigrated to the target culture during adolescence.
Affective filter. Hypothesis that negative emotions create a barrier that impedes language
acquisition. "Lowering the affective filter" generally consists of creating a relaxed, pleasant
learning environment in which students feel comfortable taking risks.
Bilingual program. Educational approach in which students receive content instruction in
both the native and target languages.
Code-switching. Alternating between two or more languages. Sometimes seen as
interference, but also regarded as a strategy used to reinforce meaning, to compensate for lack of
fluency, to express membership in a language group, or to express a nuance of meaning that has
no linguistic equivalence in the other language.
Discourses. Ways of "being" in the world that consist of language (both verbal and
nonverbal), actions, values, beliefs, attitudes, social identities, kinesics, and clothing. Every
discourse has societal status, and therefore, members of a society are evaluated according to how
well they demonstrate proficiency in the discourses that are considered most desirable (Gee, as
cited in Allendoerfer, 1999).
ELL. English language learner.
ESL. Educational program in which English language learners study the language and
culture while living in the United States or other English-speaking country. All instruction is in
the target language, which is studied separately from other content courses.
LI. Native language.

Subtractive bilingualism. Process in which the target language is learned at the expense
of the native language.
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Organization of the Paper
This paper will investigate the complex process of identity development, particularly
among adolescent immigrants, focusing primarily on internal and external influencing factors.
Strategies for encouraging identity exploration in the secondary school setting and particularly
the ESL classroom will be suggested.
Chapter One has introduced the relationship between identity development and
adolescent immigrants. The research question has been stated, along with an explanation of the
need to consider influencing topics. Finally, relevant terms have been defined and the overall
format of the paper outlined. Chapter Two presents an overall definition of identity. It continues
by investigating the variety of factors that interact with the development of identity, particularly
in the case of adolescent immigrants learning a majority language. The relationship between
acculturation and identity is also explored. Chapter Three delves into the personal circumstances
and situational influences that make each individual's identity exploration experience unique.
Chapter Four reviews many of the predominant views of the nature of identity which have
resulted from research, as well as overall themes that guide the recommendations made for
specific actions that can be taken by secondary schools. Chapter Five introduces general ideas
for encouraging identity exploration in a secondary school setting, as well as detailing specific
activities for use in an ESL classroom. Any limitations to the study and the resulting curricular
suggestions are noted. The concluding chapter presents an overview of the findings and revisits
the main points of the paper.
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Chapter 2
General Factors Influencing Identity Development
The formation of one's identity is an intense process. Numerous factors influence this
development, particularly when the individual in question is an adolescent immigrant. This
chapter begins by providing a brief overview of the three basic types of identity that individuals
are generally considered to construct throughout their lifetimes. A discussion of the influence of
language and adolescence on identity follows. Finally, the chapter reviews four general
responses to the process of acculturation and the role identity plays in each.
Types of Identity
Every researcher appears to have a different definition of identity. However varied these
definitions may be, there are similar aspects that can be found throughout the research. These
basic patterns are concisely summarized in Lustig and Koester's 1999 definition, which simply
states that one's overall identity is" ... built on cultural, social, and personal identities" (pg. 137).
While this explanation may seem overly general, it provides an umbrella under which other
definitions may be placed. Most descriptions of identity focus on one or more of these three
areas, and while they are often presented individually, there is a high level of interdependence
that makes them inseparable in the larger context of overall identity.
Cultural Identity. Lustig and Koester define cultural identity, often referred to as ethnic
identity, as one's membership in a specific culture or ethnic group. Phinney et al. (2001) defines
ethnic identity as a sense of group membership as well as a conscious involvement in the
exploration of one's ethnic identity. The ideal result is the achievement of an ethnic identity that
provides a strong, clear, and positive sense of inclusion in an ethnic group.
While Allendoerfer (1999) references definitions of ethnic identity that range from static
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and strict to dynamic and changing, she herself characterizes ethnicity as dynamic, fluid, and
constantly under construction, yet rooted in a sense of connectedness to a larger group.
Rutherford (as cited in Crawshaw, Callen, & Tusting, 2001) describes a similar concept of
identity as the melding of one's personal history with the social, cultural, and economic
circumstances of the present.

Social Identity. Social identity can be generally defined as one's memberships in specific
groups within a culture (Lustig & Koester, 1999). Tajfel's 1974 definition is more in-depth,
requiring that individuals must be aware of and emotionally invested in their membership in such
groups to have a fully developed social identity.

Personal Identity. Goodenow and Espin (1993) define personal identity as the parts of
one's self that are considered important and valued, especially during the process of
development. This overall personal identity is based on unique characteristics and may therefore
differentiate each individual from other members of the same cultural and social groups (Lustig
& Koester, 1999).

Language and Identity
Language is often considered to be an integral part of identity formation (Allendoerfer,
1999; Lustig & Koester, 1999). Crawshaw et al. (2001) use Derrida's 1967 theory of differance,
the idea that identity is never complete because it is formed through language, as a basis for their
definition of identity as a never-ending search for a stable self. Giles and Johnson (as cited in
Hansen & Liu, 1997) drew on Tajfel's 1974 connection of social identity to group membership
when they developed their theory of ethnolinguistic identity, which maintains that because
language is a marker of group membership, it is therefore one of the means by which an
individual or group attempts to formulate a more positive social identity.
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Other researchers such as Gumperz (as cited in Hansen & Liu, 1997) and Heller (1987)
have included similar aspects in their theories of identity, but it was Peirce who constructed one
of the most thorough concepts of identity and language; one that takes into account not only the
complex nature of the individual language learner and the context of the situation, but also power
relations within the social structure (Hansen & Liu, 1997).
Peirce (1995), drawing on Heller's (1987) proposal that identity is based on social
relationships and interaction, suggests that the role oflanguage is inextricably connected to
social identity as it is the medium through which language learners explore their sense of self in
a multitude of situations, as well as the means for gaining access to social networks. Peirce's
concept of investment emphasizes the social dimension of the language learners' world. It views
the learner as having multiple desires and a complex social identity that is constantly changing.
When learners interact with target language speakers, they are not only exchanging information
but also organizing their sense of personal identity and how they relate socially to members of
the target culture. Consequently, investing in the target language also involves investing in one's
social identity.
Lucas (1997b) describes a type of"language shock" that occurs when one is unable to
communicate fluently in a target language. Because their identities are so intertwined with
language, immigrants may feel as if their personalities have been stifled when they are unable to
share themselves with speakers of the target language. The use of multiple languages may
represent the multiple identities held by the speaker. Therefore, denying the use of a particular
language is akin to denying part of one's identity (Belz, 2003).
Group members, as well as outsiders, often use language to identify the members of a
particular group. Furthermore, if individuals feel that important cultural groups acknowledge the

Identity Exploration 14
validity of their language, they are likely to have a stronger sense of ethnic and/or linguistic
identity (Lustig & Koester, 1999). For this reason, Phipps (2003) questions the idea oflanguage
as merely an indicator of identity formation. She agrees that language has power in itself, but
suggests that language also affects the formation of identity through an individuals' own
perception of its power, as well as others'. This makes it an influencing factor in the formation
of identity, as the use of a particular language "marks" its speakers, affecting their power and
status in ways beyond their control.
Danquah concludes that achieving an American identity is primarily an issue of language
rather than location, particularly since many immigrants who obtain citizenship still view their
countries as "home" (2000). This is a common belief for immigrants, many of whom initially
believe that becoming an English-speaker is equivalent to becoming American (Olsen, 1997).
Adolescence and Identity
Norton (2000) points out that while all immigrants share a struggle for identity in a new,
sometimes threatening environment, the experiences of immigrants of different ages may vary.
While a great deal of research in the field of immigrant identity deals with young children and
adults of college-age or above, the unique group in the middle is often overlooked. This group,
which consists of neither children nor adults, is that of adolescents.
Based on their research, Garcia-Coll and Magnuson (as cited in Birman & Trickett, 2001)
have developed the term "generation 1.5" to describe adolescents who immigrate to the target
culture with their parents. The term is again used by Rumbaut and Ima (as cited in Wright,
2004) to describe Cambodian-American children born in Cambodia or refugee camps, but raised
in the United States. These youth are "caught between the first and second generation, and
between their old world and the new one, yet are not fully a part of either" (Wright, 2004, p. 3).
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In effect, these students are what Ogbu describes as involuntary immigrants (as cited by Zou,
2002).
The lives of the members of this generation 1.5 involve situations and tasks unique to
their age group, especially when one considers the influence of basic biological factors at play:
immigrant adolescents are often learning a new language and culture while going through the
difficult stage of puberty (Kim, 2000). As Lucas (1997b) explains, students at the secondary
level are transitioning from childhood to adolescence to adulthood, all while adjusting to a new
language, culture, and probable minority status.
The challenges adolescent immigrants face are not only biological; there are also
sociocultural and institutional transitions to consider. These may interact with developmental
transitions, serving to further complicate the lives of these individuals (Goodenow & Espin,
1993; Lucas, 1997b). Another challenge faced by adolescent immigrants is the increased need
for personal connections with peers and family, especially at the time of immigration, which are
often hindered by language abilities and conflicts over acculturation choices (Goodenow &
Espin, 1993).
This does not mean to imply that adolescents are the only age group who experience
difficulties with the challenge of acculturation; rather, adolescents are often dealing with a set of
obstacles that are different from those facing adult or child immigrants. Upon arrival in the new
culture, adolescent immigrants face the challenge of having to alter their developing or newlyformed personal identities, whereas preadolescent immigrants are less likely to have established
a cultural identity in their native cultures and therefore may be more willing to form an identity
based on the culture of their new home (Norrid-Lacey & Spencer, 1999; Tsai, Ying, & Lee,
2000). For example, in their 2000 study, Tsai et al. suggest that when Chinese adolescents arrive
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in the United States, they continue to consider themselves Chinese because they immigrated
while their cultural identities were forming.

Process ofAcculturation
Adolescent immigrants are faced with the challenge of defining themselves as individuals
while also attempting to negotiate their new role in the United States, often as a member of a
nondominant group. Kim (as cited in Syed & Burnett, 1999) suggests the term "cross-cultural
adaptation" to describe this process of moving through different cultures and adjusting to cultural
changes. Immigrants must also attempt to find a way to balance their roles in these two lives, the
contrasts of which are most apparent in the home and school cultures. To establish an identity
that satisfies both cultures can be incredibly difficult, as either culture may provide no support
for investing in the other. This lack of support can mean that an immigrants' experience in the
United States is primarily characterized by a sense ofloss (Olsen, 1997). Attempting to find a
balance can be a painful process; unsurprisingly, many immigrants arrive at the conclusion that a
middle road is impossible (Lucas, 1997b).
The development of an identity through the experience of immigration has often been
characterized as a continuum representing the degree of acceptance of American culture versus
retention of the native culture. Although this traditional model has been refuted by researchers,
it has provided a general framework and terminology for the process of acculturation. A
thorough review of the research establishes four main areas of this continuum.

Assimilation. The ideal "end" of the continuum, and therefore the acculturation process,
has traditionally been considered the accomplishment of an assimilated identity. Bosher (1998)
explains that acculturation has been historically viewed as a unidimensional process where
immigrants replace their native cultures with that of the host country. This result is usually
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termed assimilation, the process in which individuals come to identify completely with the target
culture at the expense of their own language, culture, and values (Berry, as cited in Golden,
1990; Kim, as cited in Syed & Burnett, 1999).
Immigrants often feel as if their identities and cultures are threatened as the traditional
model of acculturation encourages the sacrifice of ethnicity and language (Nieto, 2002). Many
immigrants come to believe that "Americanization means leaving behind their fuller national,
cultural, and language identities, and abandoning hope that others will see and accept them in
their full humanness" (Olsen, 1997, p. 11).
Even though they may be seen as rejecting the culture of their families, Goodenow &
Espin (1993) suggest that some immigrants, particularly females, choose assimilation because an
identity based on a native culture could require them to forfeit opportunities for participation and
acceptance in the majority culture. As Ibrahim, an immigrant from Turkish Kurdistan explains,
"I think my heart will always be in Kurdistan but my future is more important than my heart"
(Minority Rights Group International, 1998, p. 30).

Separation/Rejection. The opposite outcome of acculturation, which Kim terms
separation and Berry calls rejection, occurs when one withdraws from the target culture entirely
and invests only in the native language and culture. Using the analogy of the continuum, this
point would be found at the beginning, although some consider it a move backward. However,
Goodenow & Espin (1993) point to research that suggests this option is available almost
exclusively to immigrants who are able to completely avoid the target culture, and therefore not
feasible for adolescents who must deal with out-of-the-home situations such as schooling.
Of course, immigrants may only partially forgo involvement in the target culture. Ogbu
(as cited in Godina, 2004) refers to cultural inversion as the rejection of certain behaviors
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because they are closely associated with the majority group. This usually occurs when there is a
status differential between the native and target cultures or when important or defining aspects of
a group's identity appear to be threatened (Lustig & Koester, 1999).
This struggle to balance life in the United States with the home cultures is often felt to be
a polarized choice, where immigrants feel they must either try to become as American as
possible in order to be accepted, or attempt to hold on to their native cultures and risk
marginalization. This often leads immigrants to the uncomfortable, difficult feeling of being
caught in the middle of two worlds (Olsen, 1997).

Integration/Biculturalism. Ascher (1989) states that immigrants feel the need to be
accepted by members of the target culture, to which they must adapt without forfeiting their
native culture. Whether or not this is the inevitable choice immigrants face, the ideal result of
acculturation is often considered to be a multidimensional and nonlinear process characterized by
individuals who are highly enculturated in their native culture but also highly acculturated to the
majority cultures (Tsai et al., 2000). Becoming part of the target society while maintaining a
strong native cultural identity is referred to as integration (Berry, as cited in Golden, 1990; Syed

& Burnett, 1999), or what has also come to be termed biculturalism. An immigrant who has
developed a bi cultural identity is often considered to have settled at a point in the middle of the
acculturation continuum. However, in deference to the complexity of immigration and identity
exploration, Pearce and Kang (as cited in Syed & Burnett, 1999) advocate the use of the term

polycultural.
The development of such an identity is often considered to be a conscious choice, as
individuals are attempting to create identities formed from the integration of their respective
home and target cultures (Goodenow & Espin, 1993). Pavlenko and Lantolf (2000) maintain that
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investing in a target language or identity is a voluntary process without guaranteed results.
Obviously, some immigrants do not choose to fully commit themselves to this journey. For
some, possessing only a functional command of the target language is sufficient for their
identity. Frequently, immigrants decide to learn the majority language "to a certain extent,"
without choosing to adopt the values and beliefs of the majority culture and risking the loss of
their native languages, cultures, or identities.
Although some immigrants may not choose to fully integrate into the target culture, that
does not negate the possibility of a strong positive attitude toward life in the majority culture
(Pavlenko & Lantolf, 2000). In his research, Zou (2002) describes the attitudes of young Asian
Americans and Latinos who are proud of not only their new positions in the mainstream culture,
but also in their ability to maintain their involvement in their native cultural groups. He even
goes so far as to claim that it appears recent young immigrants see no conflict between retaining
their native identities while adjusting to life in the host country, although much of the research
cited here is based on the existence of this perceived conflict.
Allendoerfer (1999) suggests a possible middle road, for while immigrants need to learn
how to function in the target culture, she doesn't believe they need to identify with the target
culture in order to be successful. For example, Padilla (as cited in Golden, 1990) discovered that
many of the Mexican Americans in his study were bicultural. They had acculturated enough to
function in American society, but had not given up their native cultures or ethnic identities.
McKay and Wong's (1996) research with Chinese-speaking adolescent immigrants indicates that
strong Chinese-language retention was not mutually exclusive to strong English acquisition, nor
was a strong identification with Chinese culture mutually exclusive to strong investments in
learning English and American behavior. Hornberger (as cited in Wright, 2004) describes
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similar results in which the interest in preserving the native culture did not discourage the
process of learning English or investing in American culture.
Szapocznik and Kurtines (as cited in Goodenow & Espin, 1993) consider biculturation to
be the best response to acculturation, as the creation of a bicultural identity integrates aspects of
the native and target cultures, allowing the individual to participate in both. Some immigrants
themselves advocate the adoption of a bicultural or third place identity. One such adolescent,
Carlos from Mexico, advises new arrivals to:
... be very careful what American customs to copy. Try to retain some of those feelings
from the old country. Be really analytical and critical of anything that is presented, and
think of the effects that it can have on your life later on. Stay really close to parents or
friends from your old country, but at the same time try to in a way become Americanized,
to get an education, and keep up. (Greenberg, 1996, pp. 99-100)
Goodenow and Espin suggest that adolescence is the ideal time to develop a bicultural
identity, as adolescent immigrants have a thorough understanding of their childhood culture, yet
are at a point in their lives when they are receptive to adjusting to a new culture.
Biculturalism can take many different forms, but language frequently plays a major role
in any immigrant's transition to biculturalism. Tong (1997), in her study of Chinese immigrant
adolescents, found that maintaining the Chinese language was a way for the subjects to maintain
their native identity in the midst of developing a social identity in the target culture. In some
cases, the retention of the native language becomes an issue of power as it allows immigrants to
control how quickly and completely they enter the majority culture. (Syed & Burnett, 1999)
Selam, a teenager from Eritrea, explains that" ... speaking your own language means not
forgetting your nationality" (Minority Rights Group International, 1998, p. 19). The challenge
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of biculturalism is to acquire the communication skills in the target language and culture
necessary to develop a new identity while simultaneously maintaining one's existing identity
(Zou, 2002).

Marginalization/Third Place. The fourth possible outcome of acculturation is the
establishment of an identity off the continuum altogether. Goodenow and Espin (1993) contend
that acculturating too rapidly can result in immigrants losing themselves in the new culture,
without fully connecting to it in ways that are more than superficial. Berry (as cited in Syed &
Burnett, 1999) calls this condition marginalization, in which an individual fails to connect with
either the native or target cultures. The term hybridity is also used to describe this position of
being caught between two cultures and belonging to neither (Crawshaw et al., 2001); however,
as some researchers have discovered, this is not necessarily detrimental.
Syed and Burnett (1999) maintain that acculturation does not always require sacrificing
one's identities, but forming an entirely new identity. This is the essence of Bhabha's (as cited
in Crawshaw et al., 2001) concept of third place. This theory is illustrated by the acculturation
patterns exhibited by the adolescent Vietnamese immigrants in Allendoerfer's 1999 study.
These individuals found a "new way of being" in the target culture-not a hybrid of the native
and target culture, but ultimately, the creation of a new identity she referred to as
"Vietnamerican" (p. 23). This model can be explained in the following manner:
... people come from Culture A to Culture B, and then create Culture C. Culture Chas
elements resembling parts of both A and B, but those elements are fundamentally
different in C than they are in A or B. Elements from A must be altered in order to exist
within the new context, and elements from B are always changing in the process of their
incorporation into C. (Allendoerfer, 1999, p. 24)
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However, as a result of creating this new cultural space, it is highly likely that these
immigrants may no longer be considered to have a place in the original native or target culture.
When this occurs, individuals may still feel connected to those cultures, but their primary
identity and discourse of highest proficiency is based in the new culture. Allendoerfer
emphasizes that although this new culture does not exist as what would typically be considered
part of the native culture, the target culture, nor an integration of the two, it should not be seen as
a deficiency, a transitory state, "identity limbo," or an incomplete discourse. These immigrants
have in fact developed fully valid identities, even though they may be based on a primary
discourse unfamiliar to others.
Kramsch (as cited in Belz, 2003) adds that the third place provides an invaluable
perspective for evaluating not only the home and target culture, but also the home and target
language. Crawshaw et al. (2001) suggest that the only drawback to Bhabha's theory is that it
implies the involvement of only two cultures.
No matter what one views as the "best" option for acculturation, the fact remains that
some adolescent immigrants will retain a core identity that is most closely tied to the native
culture. Perhaps the ideal result is to help students avoid the feelings experienced by Carlos, an
immigrant from Mexico: "I could spend my whole lifetime here and I'm still going to feel like a
stranger" (Greenberg, 1996, p. 99).
Summary

Chapter Two began with a discussion of the overall concept of identity as described by a
variety of researchers. While these definitions are quite varied, they commonly include
descriptors for the interdependent factors of personal, cultural, and social identity, each of which
were briefly explored.
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The chapter continued by presenting research showing the significant influence language
and adolescence have on the development and perception of identity. The potential influence of
language was expanded to consider the impact on identity and its development of entering an
environment where the dominant language must be learned. While adolescence is frequently
considered to be a time in which identity is developed, this chapter also investigated the impact
of immigration to a new culture during this period of identity exploration.
The expression of identity in the process of acculturation can take many forms. Chapter
Two described what have typically been considered the end products of acculturation, from
complete acceptance (assimilation) or rejection of the target culture to integration of both the
native and target culture identities (biculturalism) to the establishment of an identity independent
of both cultures (third place).
While these conditions can impact the formation of identity for all adolescent
immigrants, there are also a variety of personal and external factors that may uniquely influence
the development of each individual's identity. These factors are explored in Chapter Three.
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Chapter 3
Individual Factors Affecting Identity Development
The multitude of factors influencing the development of identity becomes even more
complex with the addition of the cultural and linguistic issues associated with immigration.
These factors, discussed in this chapter, differ greatly from individual to individual. Identity
development will likely be affected by differences in cultural and ethnic groups, both within the
native country and betweeo. the native and target culture, as well as specific circumstances of
immigration. The chapter also investigates external influences on a developing identity, such as
family, peers, school, and society. Finally, the different ways in which individuals define both
their native and target cultures and the criteria for membership in each are explored.
Personal Factors
While individuals are certainly affected by the situations around them, their personal
histories and experiences are also predominant factors in the development of identity. However,
a variety of factors that are inherent to each individual, such as membership in cultural and
ethnic groups as well as personal immigration experiences, are often overlooked or dismissed.
Membership in Cultural and Ethnic Groups. Phinney et al. (2001) caution that research
must consider both similarities and differences between ethnic groups. Along these lines, Tong
(1997) qualifies the results of her study by stating that they may not be applicable to individuals
from other cultures; however, she implies that the results will apply to all Chinese immigrant
adolescents. Yet Tsai et al. (2000) caution that while many researchers assume that their
preferred models of acculturation hold true for all individuals in a group, it is quite possible that
the manner and degree to which individuals adjust to their new culture may also vary within a
cultural group.
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Identity is often seen as individual and dynamic, factors which are ignored by theories
that shuffle individual behavior into groups and those groups into preexisting categories (Hansen
& Liu, 1997). Allendoerfer (1999) cautions that such labels do not represent the complexity of
the struggle an individual undergoes in the attempt to develop an identity and find a place within
the dominant culture.
Pavlenko and Lantolf (2000) also acknowledge the dangers of such grouping, mentioning
such factors as community status of individuals and their languages as possible influences on
acculturation. Other factors may influence how individuals deal with their new position in the
majority culture. Even within the same language group, individuals represent different countries
and social classes which may affect their acculturation experience (Godina, 2004; Goodenow &
Espin, 1993). Padilla (as cited in Syed & Burnett, 1999) presents a pluralistic model of
acculturation, but even this seemingly general model is qualified with a warning that it was
"designed specifically for Mexican-Americans and admittedly is not applicable to other groups
and situations" (p. 44).
One way in which immigrants feel they lose their full identities is characterized by the
target culture's demonstrated ignorance of an individual's specific national and/or linguistic
identities. Immigrants may instead be classified into broad ethnic categories (Olsen, 1997).
Ginu Kamani (2000), who came to the United States from India at age fourteen, describes the
unwilling loss of her national identity. She began her life in Bombay, an ethnically diverse city,
where her identity as a girl from the Gujarat region was unquestioned. She found that in the
United States, members of the target culture had no concept of "Gujarati." As a result, she was
reduced to simply being "Indian," a categorization that retained none of the depth of her
childhood identity.
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Similar experiences have been reported by immigrants from around the globe. Everyone
from Southeast Asia is considered Chinese, anyone from South or Central America becomes
Latino or Mexican. Individuals from nations that once belonged to the former Soviet Union are
automatically considered to be Russian. Immigrants often express their regret that not only does
no one from the target culture know where the immigrants came from, no one knows who they
truly are (Godina, 2004; Greenberg, 1996; Olsen, 1997). Ironically, even Greenberg, an author
who chronicles the difficulties immigrants have when grouped into broad categories, introduces
one of her contributors by saying, "Fassil and his brother came to America in the 1980s from
Africa ... " (1996, p. 16). Not until Fassil's first interview on page 32 is Ethiopia, his home
country, specifically mentioned.
In some cases, attitudes toward other groups combines with the tendency to
overgeneralize ethnic group membership, affecting an immigrant's desire or reluctance to be
associated with a particular ethnic group. If immigrants are grouped into broad categories that
include groups viewed negatively by the target culture, they may reject their native culture in an
attempt to dissociate themselves from that category. This may also influence individuals' efforts
to learn English or to maintain their native languages (Norrid-Lacey & Spencer, 1999).

Immigration Circumstances. Nightingale and Wolverton (as cited in Lucas, 1997b)
explain that adolescents are faced with the tasks of forming an identity and developing a sense of
self-worth and self-efficacy. These are affected by contextual factors as much as individual ones;
therefore, the process of immigration will have a profound effect on how these tasks are
accomplished.
The circumstances surrounding a family's departure from their homeland and their
journey to the United States can affect their transition into American society (Goodenow &
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Espin, 1993; Greenberg, 1996). For example, members of the Chinese American cultural group
are likely to have tremendously varied experiences with both the Chinese and American cultures.
"Waves of Chinese immigrants continue to migrate to the United States from China, Hong Kong,
Taiwan, and other overseas Chinese communities for reasons that include political refuge,
educational attainment, and reunification with family members" (Tsai et al., 2000, p. 303-304).
Other motivations, described by immigrants from a variety of native cultures, may include
political upheaval, prestigious job opportunities, the feeling that one's personal future will be
limited in the home country, or any combination of these factors as well as others (Goodenow &
Espin, 1993).
Furthermore, many immigrants do not arrive in the target culture directly from their
native countries. Some have lived in one or more countries in the interim, or in vastly different
places around the United States before settling in their present locations. These immigrants have
already adjusted to one or more new target cultures, and must therefore reconcile all of their
previous cultures with the present culture. This reinforces Pearce's and Kang's suggestion that
identities reflecting more than one culture be termed polycultural (as cited in Syed & Burnett,
1999).
Zou (2002) references the work of John Ogbu, who postulated that "caste-like" minorities
do not achieve academically because they are essentially handicapped by the discontinuities of
their positions as involuntary minorities. He contrasts the caste-like minorities with immigrant
and autonomous minorities, who are "voluntary." However, as adolescents are often involuntary
immigrants, entering the new culture not by their own choice but by their parents', they have the
potential to fall into the caste-like category of oppositional self-identity, rather than the
immigrant (voluntary) category. In their study of Russian Jewish adolescents, Birman and
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Trickett (2001) question whether this lack of choice might explain the tendency of their subjects
to retain a strong Russian identity over time.
Citing a variety ofresearchers and studies, Birman and Trickett (2001) include age of
arrival in a set of factors that may affect the attainment ofbiculturalism. They emphasize that it
is important to consider the potential influence of age of arrival independently from time in the
target country, as these factors may have unique implications for immigrants. While children,
adolescents, and parents may arrive in the target culture at the same time, their differing ages
may influence their acculturation experiences. Tsai et al. (2000) theorizes that age of
immigration is possibly a stronger factor than length of time spent in the United States.
The influence of immigration status can also affect personal identities in terms of
interests, perceived capabilities, and future plans. Students may initially dream of becoming
doctors, lawyers, or teachers, but the realization that their undocumented status severely limits
their options for both higher learning and meaningful employment, many students drop out or
stop working hard in school. Their identities no longer include the belief that they possess the
capabilities for finding success in areas beyond the world of manual labor (Norrid-Lacey &
Spencer, 1999).
External Influences

Adolescent immigrants explore their changing identities and places in American culture
not only through culture and language, but also through external factors. Identity is not only
self-constructed, but may be significantly influenced by family members, peers, schools, social
influences, and society (Vietnamese Americans, 2004).
Families. In Allendoerfer's 1999 study, the family wanted the child in question to

become Americanized enough to learn the language and succeed in school, but did not want him
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to move away from the native culture in any other way. An adolescent's choice to move toward
Americanization often causes tension among families because parents may want to retain the
native culture as much as possible (Ascher, 1989). Individuals in Greenberg's 1996 book also
describe similar experiences where parents attempted to raise their children as if the family were
still living in their native countries. One immigrant, however, recalls that as an adolescent, he
tried to hold onto his native culture while his mother encouraged him to become as
Americanized as possible.
Whichever direction immigrant adolescents are being pushed by their parents, the
potential conflict of expectations can cause serious difficulties in the acculturation process.
However, Goodenow and Espin (1993) found that while adolescents often challenged some of
the traditional roles of their native cultures, they were rarely willing to discard all aspects of it.
Native Culture Peers. Along with peer pressure from the dominant culture and family
desires for acculturation, Syed & Burnett (1999) add sociocultural pressure from members of the
native culture to the array of external factors that influence identity formation. Ethnic identity
may be intensified by the presence of same-ethnic peers, especially if those peers share a native
language. Phinney et al. (2001) point out that their study and others demonstrate correlational
factors rather than causal. It is just as possible that immigrants with a strong ethnic identity are
more likely to seek out peers who share their ethnicity and/or to maintain the use of their native
language. Additionally, since some groups tend to maintain strong connections to their native
ethnic groups regardless of native language use, they conclude that there must be other factors
influencing ethnic identity, as well.
When immigrants move into areas with an established native community, the
infrastructure it provides can act as a positive reinforcement for adjustment to life in the target
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culture. The presence of others from the same native culture can provide a support system that
helps new immigrants deal with possible feelings ofrejection by members of the majority culture
as well as a way to feel recognized and valued (Syed & Burnett, 1999).
Olsen (1997) maintains that the number and visibility of an immigrant group in the target
culture determines the likelihood that an individual will be recognized as part of it. In such cases
where a large social network from the native culture does exist, Tong (1997) suggests
maintaining close contact with that group has the potential to be both a benefit and a hindrance to
immigrants. Such a group may help immigrants to feel secure enough to venture out into the
majority culture, but it can also reduce the need for immigrants to participate in the majority
culture. Therefore, the presence or absence of a large native group is a guarantee of neither
success nor failure to acculturate.
Immigrants who adapt "too much" or "too quickly" to the target culture may be rejected
by their native-culture peers or families (Norrid-Lacey & Spencer, 1999; Wright, 2004). For
example, Norrid-Lacey and Spencer (1999) describe Latino immigrants who were snubbed by
native-culture peers for becoming fluent in English and therefore, becoming too much like a
"stuck-up Chicano." As a result, some immigrants succumbed to this pressure and began to deny
their traits or abilities that identified them too closely with the target culture. Others did the
same because they never felt fully accepted by the members the majority culture, no matter how
strongly they identified with it.
Most of the adolescent Chinese immigrants in Tong's 1997 study, who were surrounded
by a large native-culture community, were able to find a cross-cultural identity that allowed them
to participate in the majority culture while retaining their native identities. In contrast, Olsen's
1997 research is characterized by members of groups with both large and small presences in the
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target country. Some have found a way to balance their roles in both the native and majority
cultures, while others continue to struggle with or rebel against one or the other.

Target Culture Peers. The transition to life in a new culture can sometimes be eased by
the presence of family or friends or by attending a school where there are other immigrants, even
if they come from different native cultures (Goodenow & Espin, 1993). Immigrant students, like
most adolescents, often feel an intense need to connect with peers and must therefore deal with
issues of peer pressure. In addition, American peers frequently represent the attitudes of the
target society as a whole. While immigrants may feel they have met the criteria to belong to a
group, members of the host society may not agree (Kitano, as cited in Lustig & Koester, 1999).
Simply identifying as an American is not enough to achieve membership in the target culture.
For many immigrants, the general tendency is to first form friendships with other members of
their language or cultural group, then immigrants from other groups, and finally members of the
target culture (Goodenow & Espin, 1993). One student from Lithuania described how she fit in
better at her new high school, but was unsure if she gained social acceptance because she had
become more Americanized on the inside or the outside (Greenberg, 1996).

Schools. The schools in Allendoerfer's 1999 study had a much broader sense of what it
meant for the students to become Americanized-there the desire included not only English
proficiency and academic success, but also the adoption of an appearance, behavior, and identity
that could be classified as "American." The school society seemed to accept the native language
and culture, but believed it should be subordinated for only as their native identities "faded"
would the students truly be successful as Americans.
Many of the Soviet Jewish participants in a 1997 study by Birman (as cited in Birman &
Trickett, 2001) reported that the American students and teachers at their school displayed
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discrimination and negative perceptions toward members of the immigrant group, such as teasing
about accents, delivering unfair treatment, or telling students not to speak Russian. As many of
the adolescents in the study demonstrated a stronger identification with Russian culture, this
leads to the possible conclusion that perceived discrimination may strongly influence the
acculturation process. However, the researchers caution that the nature of the data permits only
speculation regarding the relationship of discrimination and identity.
Native languages and cultures are sometimes viewed as "deficiencies" by the schools.
Though unstated, this attitude generally considers there to be something wrong with immigrant
students that must be fixed in programs that are compensatory in nature (Syed & Burnett, 1999).
However, when native cultures and languages are given higher status in schools, immigrant
students may come to occupy different positions, which provide new ways to be identified by
themselves and others (Allendoerfer, 1999).
When schools pressure students to give up or stifle their native cultures and languages in
order to become more American, these individuals may actively resist and/or learn to manipulate
the majority discourses to suit their needs. Allendoerfer advises that" ... students do need to be
given the opportunity to develop linguistic and cultural fluency: however, this does not appear to
require a personal identification with the dominant culture and discourse." (1999, p. 26)

Target Society. Attitudes of the majority society as a whole can also influence the
development of identity. Schumann (as cited in Norton, 2000) offers the explanation that social
factors influence relationships between social groups. Immigrants are more likely to learn the
target language if they feel there is a positive relationship between the native and target culture.
For some, identity may be defined solely by language fluency and how members of the
target culture would assign them labels based on this proficiency (Allendoerfer, 1999). Norton
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(2000) describes a Vietnamese family in which the young children had lost their native language
and suggests that it could be partly explained by either direct or indirect racist behaviors by
members of the majority culture. However, she does warn that attributing language loss, social
disintegration, or lack of acculturation to such practices would be overly simplistic.
Identities change because individuals learn more discourses, not just in language but in
what the target society sees as preferred behaviors and choices. With every new discourse that is
learned, immigrants may occupy a new position in the target culture and possess a new way to
express their identities (Allendoerfer, 1999).
A strong native-culture identity may be reinforced by solid connections to the native
ethnic group and family, but the target culture may devalue the minority group culture
(Goodenow & Espin, 1993). For example, Carlos, an immigrant from Mexico, explains that
while he meets many people who have a positive opinion of his home country, he is often
offended when they express disbelief that an intelligent, multilingual youth like himself could
come from Mexico (Greenberg, 1996).
When immigrants feel a positive relationship is lacking between their native and target
cultures or languages, some respond by becoming determined to maintain their native culture
identity. This can become cyclical, as the target culture may be reacting negatively to what they
perceive as members of native cultures displaying a reluctance to adopt the target culture
(Ascher, 1989).
In other cases, individuals may be swayed by the opinions of the majority culture and
internalize the stereotypes held by its members (Lustig & Koester, 1999). Students who feel
their native culture is regarded so poorly by members of the target culture, may become ashamed
to the point of hiding or lying about their cultural heritage (Wright, 2004).
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Immigrant adolescents may also face the challenge of negotiating a new sex role culture,
where males and females must deal with different pressures than in their native cultures. Males
may have to accept females in roles of higher power than they hold in the native culture, while
females are often faced with the option of and pressure to assume roles of higher power. Family
pressure may differ among the sexes, as males may be encouraged to acculturate quickly while
females are expected to stay close to the roles dictated by the native culture. "A young woman
must deal with becoming American without losing her own cultural heritage and alienating her
family" (Goodenow & Espin, 1993, p. 175). While some adolescent females might embrace the
role of women in the new society, others may feel the target culture is pushing them to discard
the native culture sex role with which they are comfortable, or they may feel criticized for not
discarding it quickly or thoroughly enough.
Individual Definitions of Culture
Self-identity affects not only how individuals view themselves, but also how they view
others. While the definition of what it means to belong to a culture can differ greatly from
individual to individual, it appears that the most significant problems arise because in general,
people do not realize so many interpretations exist (Allendoerfer, 1999). While some may link
cultural identity to language, believing that " ... to be Khmer is to speak Khmer" (Wright, 2004,
p. 3), others may consider both language proficiency and outward traits, such as clothing, to be
the most representative factors of identity. Even manifestations of behavior that an American
observer might consider to be signs that someone is "American" may actually have connections
to the home culture, connections that immigrants feel provide a strong link to their native
identities. The dominant culture may have inaccurate expectations of what the native culture
"looks like" (Allendoerfer, 1999).
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Definitions of the Native Culture. Birman and Trickett (2001) consider this issue in their
research, as they acknowledge the adolescents in their survey may have had different definitions
of "being Russian" than their parents, therefore accounting for some of the differences in
personal identification. Indeed, the entire dimension of cultural identification may be a
distinctive aspect of acculturation for adolescents, who unlike most immigrant adults, may not
arrive with a fully consolidated identity. Instead, immigrant adolescents are often still in the
process of forming a sense of selfrelative to the native culture while dealing with acculturation
to the host culture. As a result, "Russian" may have been considered a label that had less to do
with personal experience or shared history and more to do with a category that identified them as
"different" at school.
In the same manner, Tsai et al. (2000) found that immigrants who arrive before
adolescence, and therefore before the formation of a strong Chinese identity, might consider
"being Chinese" as more of an abstraction, measurable by factors such as pride in Chinese
culture. However, older adolescent immigrants may base "being Chinese" on an active
involvement with the culture, such as speaking the language or participating in Chinese
activities. This demonstrates how overall meanings of identity might vary even within
immigrant groups.
Definitions of the Target Culture. Since it is not an internalized part of their identities,
"being American" may for some time remain a contextual concept that surfaces only at those
times in immigrants' lives when they feel they must "be American." This may change over time
as immigrants view "being American" in a less contextualized manner and begin to acquire a
dominant American identity (Tsai et al., 2000). Nieto (2002) asks, then, what it means to be
American. She states that if this question is hard for her to answer, then it must be even harder
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for young people who often feel that becoming American means abandoning their native
identities and relationships because of feelings of isolation and marginalization in the majority
culture.
The concept of"Arnerican" is frequently a source of misunderstanding in itself, as both
immigrants and individuals from the target culture may have varied ideas about what it means
(Allendoerfer, 1999). For instance, Nilou, an immigrant from Iran, presents a rather unique
perspective:
... when I came to public school I saw that American is really a melting pot, it is like
borrowing things from other cultures-schools, building, furniture, everything from
different cultures-and so, there is no American way. You can't look at people and say
they look like Americans, because America is really borrowing from everything else and
everybody is American and, that was when I realized I am American-because all
Americans are different. (Greenberg, 1996, pp. 86-87)
She advises new immigrants not to worry about trying to become American because they will
eventually realize that there is so much diversity in the United States, there is no such thing as a
"typical" American.
Self-Identification. The high school students in Allendoerfer's 1999 study were asked not
only how they would define themselves, but also why they chose to use those definitions.
Overall, the students struggled to place themselves within the confines of the simple labels they
were given.
The students showed an overall desire to become fluent in English and successful at
school, but contrary to their parents' desires, they were interested in making further changes to
their identities. However, the students did not seem willing to give up as much of their native
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identities as the school seemed to believe was best. Instead, the students preferred to embrace
external qualities of an American identity in order to fit in with the dominant culture, but made
only minor adjustments to their internal identities. Erika, an adolescent from Ecuador, explains
that while she adopted many of the American fashions and started going out a lot, she has not
tried to become American. She is proud to be Spanish and does not view dressing like an
American and participating in similar social activities to be indicative of an internalized
American identity (Greenberg, 1996).
For the adolescent immigrants in Allendoerfer's study who felt their identities were a
combination of Vietnamese and American, the term "Vietnamese-American" was not the
identifier of choice. To these individuals, "Vietnamese-American" referred to people with
Vietnamese heritage born in the United States. In addition, the students who identified more as
Vietnamese felt they would never feel completely American, even though they were adapting to

life in the United States. At the same time, they felt the changes they had undergone since
coming to the United States now made them significantly different from the members of their
native culture who were still living in Vietnam. It also became apparent that for the individuals
in this study, "Being Vietnamese in the United States is somehow different than being
Vietnamese in Vietnam, and being Vietnamese and American is more complicated than simply
being a mainstream American with Vietnamese heritage" (Allendoerfer, 1999, p. 19).
Godina (2004) found similar results with the adolescent immigrants from Mexico in his
study. Recent immigrants referred to themselves as Mexicanos, while individuals who had been
in the United States for longer periods of time considered themselves Mexican American.
Furthermore, Mexicanos were typically those who were Spanish-dominant, while Mexican
Americans were English dominant, thus reinforcing Allendoerfer's 1999 theory that immigrants
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may change how they define themselves and their native culture counterparts as they learn the
target language.
No matter how long immigrants have been in the target country, they may never selfidentify as Americans. Fassil, who has obtained United States citizenship and identifies himself
as Ethiopian-American, feels that immigrants will always be foreigners first (Greenberg, 1996).
Summary

Those factors which differentiate individuals, particularly adolescent immigrants, may
also have a profound affect on the development of identity. Chapter three has examined a
variety of these factors, both inherent and external to individuals and their experiences.
Immigrants are influenced not only by their unique circumstances, but also by cultural and ethnic
group memberships. Unfortunately, these groups are often generalized and immigration
circumstances ignored when individuals enter a target culture. External factors also influence
one's identity development, including family and friends from both cultures, schools, and the
attitudes of the target society in general.
The result of each immigrant's unique combination of influencing factors is often the
development of individual definitions of identity, even among members of the same cultural
groups. The may affect the criteria individuals establish for considering themselves or others to
be a member of a native or target culture.
The possible combinations of these factors appear to contradict the traditional view of
identity development as a straight-forward, clear-cut process. Many researchers now consider
the formation of identity to be a much more complex journey, which is reflected in the
suggestions being made for approaches that may be taken when encouraging identity exploration
in adolescent immigrants. These views are discussed in the next chapter.
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Chapter 4
Predominant Themes in Identity Development Research
Contrary to traditional beliefs that immigrants should move along the acculturation
continuum toward the common goal of assimilation, the majority of research now reflects the
idea that the ways in which and extent to which individuals become adept at navigating the
native and target cultures varies over time, from group to group, and from individual to
individual. There is also variation regarding which aspects of the host culture are adopted, as
well as which aspects of the native culture are maintained (Bosher, 1998). Chapter Four
examines the common threads researchers have found in the nature of identity and its
development. These concepts become the basis for the formulation of general recommendations
for encouraging identity exploration in the varied, ever-changing landscape of a secondary
school setting. The remainder of the chapter introduces four of these basic suggestions.
Nature ofIdentity Development
As shown in previous chapters, an exploration of research on identity development has
shown that the process is much more complicated than simply progressing along a prescribed
continuum. Individual factors must be considered on personal, circumstantial, and experiential
levels. However varied the experience is for each individual, there are overreaching themes that
can be traced throughout the research. The four general characteristics of the nature of identity
development discussed here are at the same time interdependent and as individualized as the
immigrants in question.
Fluid. While in some cases identity is viewed as a rigid, fixed phenomenon, many have
come to consider it simplistic and reductionistic to claim that individuals have one unchanging
identity. Even as defined by Erikson's 1968 theory of psychosocial development (as cited in

Identity Exploration 40
Goodenow & Espin, 1993), the concept of identity, while essentially attained during
adolescence, is considered to be revised throughout one's life.
Griffiths (as cited in Phipps, 2003) uses the term "patchwork self' to describe identity as
a continuing process where every new addition changes the overall whole, which can never be
entirely discarded and recreated without the influence of what existed before. Be it social,
cultural, or personal, many researchers now agree that identity is individual, dynamic, complex,
and continually changing (Allendoerfer, 1999; Hansen & Liu, 1997; Lustig & Koester, 1999;
Peirce, 1995; Syed & Burnett, 1999).

Non-Linear. In her 1999 study, Allendoerfer realized that the students were developing
identities independent of the traditional linear model of assimilation. Furthermore, if these
students were indeed moving along a continuum from native to target culture, the process was
making the development of an ethnic identity more complicated, not easier. This became
especially evident as immigrants became more proficient in English and the American culture.
Goodenow and Espin (1993) emphasize that cross-cultural adaptation is most successful
when one integrates the native and target cultures instead of replacing the native culture with the
new. While more and more researchers are denouncing the goal of total assimilation, many still
treat acculturation as a linear process with a definite end point. This continuum, or what
Allendoerfer calls the "mythical path from immigrant to American" (1999, p. 19), is based on the
amount of each culture an immigrant adopts. Immigrants who assimilate moving from the
"native culture" end to the "target culture" end. To apply this continuum to other responses to
acculturation, bicultural immigrants would have stopped somewhere in the middle and
condensed both ends of the continuum into a single point. Those who have developed a "third
place" identity have settled somewhere off of the continuum entirely.
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Acculturation is frequently measured in research by the use of tools such as a Likert
scale, in which participants rate their responses on a scale of one to five-for example, "very
Chinese," "somewhat Chinese," "both Chinese and American," "somewhat American," "very
American." This also suggests a relationship that can be placed on a continuum, with one trait
gradually replacing the other as one moves across the scale.
Bosher (1998) criticizes such scales for representing biculturalism as a halfway point
between the native and target culture instead of a state of proficiency in multiple cultures. A
linear model also implies that individuals are capable of internalizing a predetermined amount
culture-in order to "fill" someone with aspects of a new culture, the old culture must be
removed (Syed & Burnett, 1999). Bosher adds that biculturalism should be considered a state of
proficiency in multiple cultures, rather than a halfway point between the native and target
cultures.

Complex. The answer to the question of being American that Nieto (2002) has routinely
encountered is overly simplistic: People are either American, or they are not. This attitude can
be detrimental to both the immigrant and the overall society. "This tendency to see cultural
identity in a "all-or-none" and "either-or" manner glosses over the fact that many people's
identities are not locked into a single, uncompromising category, but incorporate other identities
as well." (Kim, as cited in Lustig & Koester, 1999, p. 144) Yet these dichotomies persist,
leaving immigrants to wonder if they belong in the native culture, target culture, neither, or both.
The complexity of identity is neglected through the implication that a few variables will
ensure or doom the development of a healthy identity. Indeed, the attempt to designate one type
of identity as "the healthy kind" for all individuals also ignores its complex nature, especially
when considering the multitude of influencing factors discussed in chapter two.
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Goodenow and Espin (1993), for example, suggest that an adolescent immigrant's chance
of becoming well-adjusted to American life through the development of a resilient and flexible
bicultural identity is entirely dependent on whether or not the "immigration process" proceeds
smoothly, the keys to which include "welcoming communities, accessible social services, and
good schools with bilingual counselors and classes to ease the transition" (p.5). While these
factors certainly may ease the immigration process for some, it is in no way a comprehensive list.
The researchers continue by explaining that the lack of these factors, however, may result in
"potentially disastrous social and psychological consequences" (p.5). This also reflects the belief
that only one type of identity-in this case, bicultural--can be a healthy result of acculturation.
For Goodenow and Espin (1993), developing an identity means finding a balance
between complete rejection of the new culture and acculturating too quickly. However, once this
balance is achieved, there is no guarantee that it will not shift as time passes. Identities often
continue to develop over time, sometimes to the point where an individual's identity could be
reclassified as a different "type" of acculturation. For example, immigrants may immediately do
everything possible to adopt an American identity, but will later develop a desire to reconnect
with their native cultures. They relearn and reinvest in their home cultures, eventually coming to
identify more strongly with them. This process is described by Alice, a teen from Nevis:
... because I was taken away from [my home culture], I killed it... I had only American
friends, I became fully Americanized. That's how my culture did not exist anymore. I
lost it totally ... [Later] I would volunteer at cultural things because I wanted to find out
more about them because I became very interested in connecting again. So now I'm
involved totally. More Caribbean than American, I get into all the cultural activities and
constantly promote my country ... (Greenberg, 1996, pp. 89-90)

Identity Exploration 43
While individuals are undoubtedly affected by the process of immigration, some suggest
that the target culture itself is also changed. Carlos, a teen from Mexico, observes that the
United States adopts pieces of the cultures represented by its immigrants (Greenberg, 1996).
Taft (as cited in Syed & Burnett, 1999) also views acculturation as bidirectional. As immigrants
acculturate to the host culture, the target society itself may be changed to become more accepting
of immigrants. This will likely affect how later immigrants experience the acculturation process.

Situational. The society to which immigrants must adjust is rarely static. Most people
must find ways to function in multiple contexts, such as home, school, work, or the grocery
store. As a result, different aspects of one's identity surface when they are applicable to specific
circumstances (Lustig & Koester, 1999). Zou (2002) explains that identities coexist at one time
within an individual but become "activated" in appropriate contexts, therefore allowing
immigrants to function in their new cultures.
In some cases, an individual may adopt only the outward traits of an identity. This is
often done for very brief periods of time or away from members of influencing groups such as
one's family. Allendoerfer (1999) describes this practice as "trying on" an identity, wherein an
immigrant experiments with, but does not necessarily internalize, certain aspects of an identity.
Indeed, immigrants often attempt to draw strength from these other identities. McKay and
Wong (1996) found that of the four students in their focal group, two found social acceptance
through roles such as "musician," "athlete," and "popular friend." These identities brought them
sufficient satisfaction, allowing them to avoid the alienation and academic decline that the third
student experienced despite his investment in English. The identities he developed never
allowed him to become a valued member of the social structure. However, the two students also
determined that it wasn't necessary to focus on academics to achieve a positive self-identity, as
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the fourth student did. In some cases, students attempt to keep their worlds as separate as
possible, so much so that when teachers or parents "cross over," it becomes a source of anxiety
(Syed & Burnett, 1999, p. 50).
An individual also uses language to establish a sense of self in different situations. This
language choice may serve as a representation of group identity, especially when individuals are
dealing with groups different from their own (Heller, 1982; 1987). Hansen & Liu (1997)
theorize that an individual can belong to several groups that may be defined by language, and
that one likely speaks different languages in different situations as a way to identify with a
certain group in specific contexts. Individuals may choose to use language similar to that of
another group in order to identify with their members, or they may choose to use different
language in order to emphasize their own group memberships (Lustig & Koester, 1999). This
situational use of identity is not limited to oral language, as an individual may also choose to
demonstrate differing levels of literacy at home or in the community as opposed to at school
(Godina, 2004).

General Recommendations
The initial goal of this paper was to compile a curricular unit on identity for use in a
secondary ESL classroom. However, as I progressed through the research, it quickly became
apparent that this plan was insufficient. It is not enough for one teacher to lead students through
a solitary unit, then put the topic away. The complexity and longevity involved in identity
development necessitates an ongoing approach from all sections of the school community. The
purpose ofmy project became to investigate the factors that make identity development so
complex. The understanding of these factors has allowed me to analyze the curriculum I already
have in place so that I may add opportunities for students to explore their identities, as well as to
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discover instances in which I am already (perhaps unknowingly) providing such opportunities. It
also became obvious that it would be necessary to include ideas that would reach through the
entire school, as the process of developing an identity is bigger than just one classroom.
However complex and varied the topic became, throughout my exploration I discovered
basic themes that were repeated throughout the research. These four themes allow for general
recommendations to be made that encompass a multitude of the individual and circumstantial
situations secondary schools may face as they attempt to encourage identity exploration among
their immigrant populations.

Individual Knowledge. Because the nature of identity and its development is so
individualized, it is vital for school personnel to get to know adolescent immigrants on a personal
level. Their needs, motivations, goals, desires, and reactions to situations will be unique, and the
knowledge of these individual needs will be the biggest asset in determining the most effective
way to encourage identity development.

Positive Environment. The school should work to create a positive, comfortable
environment for all its students, but must also strive to make sure the unique needs of its
adolescent immigrants are also being met. School personnel and other students should be
encouraged to acquire basic knowledge regarding the home cultures represented by the
immigrant population, as well as demonstrate an appreciation for the immigrant adolescents' role
as a resource for such knowledge. This process includes an acceptance of the variety of ethnic,
cultural, linguistic, and personal factors immigrants bring into the school environment. The
school must also work to acknowledge the validity of the pressures adolescent immigrants may
feel from other sources such as family and peers, even if these influences are not what the school
considers desirable.
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Opportunities for Identity Exploration. While teachers should be encouraged to include
topics related to identity development into their curriculum when it is appropriate, they should
also feel free to take advantage of random opportunities that allow students to explore their
developing identities. The question of the effectiveness of direct versus indirect identity
instruction was never encountered in the research for this paper. However, considering the
overall movement toward characterizing identity development as incredibly individual and
complex, the author would theorize that directly instructing students about exploring their
identities would be both unnatural and limiting. Making students aware of their unique
identities, allowing them to investigate them on their own terms, and supporting them wherever
they are in the process as well as wherever they appear to be heading seems to be the best option
for encouraging each and every student.

Encouragement Without Conditions. However the school works to encourage the
development of identity, all personnel must keep in mind that the purpose of this process is to
encourage adolescent immigrants to explore their identities in order to develop the identity that
will work best for them at this point in their lives. Individual circumstances and desires must be
respected, as individuals must understand the options available to them without feeling pressured
to adopt one type of identity over another.
Throughout the compilation ofrecommendations and activities, I found myself using the
term "encouraged" over and over again. It soon became clear that this would perhaps be the
most effective role for instructors to adopt: not teaching or telling immigrant students what to do
with their identities, but providing guidance as we encourage them to move along their
individual path of identity development, regardless of where it might take them or how long the
process may last.
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Summary

While researchers have not reached a consensus as to how a healthy identity should be
developed----or even what a "healthy" identity would look like-an overview of the literature
reveals some general qualities that can be used to describe the experience and, therefore, guide
the creation of a plan to encourage the development of an individual's identity. Chapter Four
described how researchers have revised the view of identity and its development from fixed and
predictable to an intricate and varied process. The fluid nature of identity development is evident
by the way it is continually revised throughout an individual's life. The chapter continued by
examining a concept of identity as non-linear and reinforcing the argument that a model of
acculturation based on a continuum is overly simplistic. These factors and others contribute to
the overall complexity of the nature of identity, both within and between individuals. Situational
identities were explored through a discussion of the use of identity in different contexts.
Chapter Four continued by providing general recommendations for encouraging identity
development in secondary school settings. Schools should work to create a comfortable
environment in which all immigrant adolescents feel their unique characteristics are neither
unknown nor unappreciated. Furthermore, individuals must be provided with time and
opportunities to explore their developing identities without the risk of judgment. Specific
activities and approaches demonstrating how these recommendations can take form, in both the
overall school setting and individual classrooms, are provided in Chapter Five.
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"It is hard to argue that we are teaching the whole child when school policy dictates that
students leave their language and culture at the schoolhouse door. "(Cummins et al., 2005, p. 38)
Chapter 5
Encouraging Identity Exploration Throughout the School Setting
Previous chapters have shown the multitude of factors that influence adolescents'
complex developing identities. It is therefore overly simplistic to expect that adolescent
immigrants should explore their identities only within a language learning classroom. Based on
the conclusions research has drawn regarding the nature of identity development among
adolescent immigrants and the themes that can be found throughout researchers' suggestions for
encouraging identity exploration, Chapter Five describes approaches and activities that can be
used throughout the secondary school setting. The chapter begins by exploring ways in which
the school as a whole can anticipate and welcome opportunities to encourage identity
exploration. Next, the chapter focuses on specific activities and curricular approaches which
may be implemented in an English as a Second Language classroom and a sampling of projects
used in the author's secondary ESL classroom which encourage identity exploration. Chapter
Five concludes with a discussion of the possible limitations of the study and resulting
suggestions, reinforcing the idea that schools must find a way to address the specific, individual
needs of its immigrant population.

Recommendations
Researchers have concluded that identity development is a fluid, non-linear, complex,
and situational process. They suggest that opportunities for identity exploration should be
provided based on individual knowledge of the students in a positive environment where
individuals feel supported unconditionally. The following activities and approaches were chosen
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because they reflect one or more of these interdependent factors. They comprise a representative
sample of adaptable activities that can (and should) be tailored to meet the needs of individual
students and educational situations. These suggestions are by no means a comprehensive list, but
will hopefully function as a starting point for secondary schools to begin encouraging their
adolescent immigrant students to explore their developing identities.

School-wide Suggestions. While the overriding policies and laws seem to dictate that the
educational component of Americanization is to take immigrants and make them fluent English
speakers, schools can do much more to help immigrants with the process of identity
reconstruction (Olsen, 1997). No matter what form they take, activities and curricula used by
majority language teachers should assist language learners in the quest to find the right to speak
both in and out of the classroom (Peirce, 1995). However, the task of acknowledging the value
of native languages and cultures belongs to everyone in the school-teachers, administrators,
support personnel, students-and should be evident everywhere, from the classrooms to the
playground to the library (Cummins et al., 2005) Through a variety of different actions, but
more importantly through an attitude that recognizes the value of immigrant language
proficiency and native identity, schools can build a learning environment conducive to successful
cross-cultural adaptation and identity development (Syed & Burnett, 1999).
Tong's 1997 study found that while the Chinese immigrant students preferred to use their
native language, they had a great desire to be part of the American mainstream, thus indicating
the bicultural nature of their social adaptation. She emphasizes that educators must appreciate
the students' native cultures and languages in order to understand their varied educational
backgrounds, as well as the ways in which the social contexts and affective aspects of learning
might influence the acquisition of the majority language and culture. For example, Cummins et
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al. (2005) suggest including topics related to students' home cultures in everyday curricular
discussions. Saville-Troike (1978) concurs, emphasizing that educational efforts to validate
individual and group identity should include an understanding of the students' native cultures.
Many teachers and staff lack an understanding of immigrant students' cultural and
linguistic backgrounds, if not the awareness of the overall degree of diversity of linguistic and
cultural minorities within their own schools. However, this does not always equate to a lack of
caring or interest. Bashir-Ali (2006) suggests that "to gain greater empathy of these students,
teachers must attempt to understand their personal, linguistic, and cultural backgrounds by
making the effort to find out the personal histories of ESL students in their mainstream classes"
(p. 637). One of the most efficient yet most infrequently utilized methods for accomplishing this
is through formal training in which mainstream teachers can learn not only strategies for meeting
the needs of the immigrant students in their classrooms, but also learn about the students
themselves.
A common pitfall that results when school personnel lack general or specific knowledge
about immigrant individuals and groups is the tendency to view these immigrant students only as
English language learners. Lucas (1997b) cautions that this perception diminishes the
contributions immigrants can make to the school and community as a whole, as well as their
nonlinguistic needs, such as social skills and content knowledge. Schools should attempt to
create a positive environment by actively acknowledging the differences in immigrant groups
and valuing the languages and language skills they bring with them. This will help the students
to feel less alienated and ease their adjustment to the new culture.
Unfortunately, there is often a general belief that bilingual and/or ESL programs are
remedial classes. They are often considered to be nothing more than glorified study halls
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without their own curriculum, a misconception reinforced by the too-common practice of
staffing ESL programs with teachers who have no specific training for working with ELLs, much
less official certification or degrees. As a result, these students are often considered to be low
academic achievers (McKay & Wong, 1996; Syed & Burnett, 1999). Correcting such
assumptions while ensuring that the needs ofELLs are being met can be achieved by employing
teachers and staff members who are trained in ESL theory and methodology, as well as by
classifying ESL and bilingual courses as academic credits that fully count toward graduation
requirements, rather than mere electives.
Immigrant adolescents, like their native peers, face extreme pressure to be socially
accepted. However, they are often relegated to the bottom of the social hierarchy. This can have
serious implications for academics as well, for students may strive to emulate the social majority,
potentially at the expense of their academic futures. Students may attempt to hide or even deny
their connections to their native languages and cultures as they struggle to reinvent themselvesand their identities-within the target culture. It is important to remember that the dominant
social discourse, especially in a secondary school setting, does not always incorporate the
language or behaviors considered standard or even beneficial for academic success (Bashir-Ali,
2006).

Wherever possible, immigrant students should also be recognized as a valuable linguistic
resource. Syed and Burnett (1999) suggest giving immigrants the opportunity to act as tutors for
foreign language students, who will benefit from the expert assistance. At the same time, the
tutors can continue to develop language and literacy skills in their native tongue. In some cases,
older immigrant student may even be qualified to become tutors for local university students in
foreign language programs.
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An educational program which supports polyculturalism should be enriching rather than
limiting. Saville-Troike (1978) suggests that one of the main roles of polycultural education
should be to ensure the students have a broad range of choices in terms of how they will shape
their identities. However, it should neither push students into making a hasty decision nor
attempt to make the choice for them. Students should not feel as if they are limited to a choice of
only one identity when participating in the majority culture. Both students and teachers must
work to construct a school environment and curricula in which the idea of fixed or idealized
identities is challenged (Nieto, 2002).
Programs which attempt to add English to the students' already-present languages will
validate students' cultural identities, as opposed to programs that attempt to replace native
languages with English (Syed & Burnett, 1999). Norrid-Lacey and Spencer (1999) recommend
that immigrants be encouraged to learn English as a useful tool for functioning in the United
States, both in and out of educational settings, rather than as a way to become more American.
" ... educators [should] re-examine their assumptions about what it means to be American and
what it means to succeed in American schools, and recognize the legitimacy of alternate ways of
being literate in the dominant discourse." (Allendoerfer, 1999, p. 27) If possible, schools should
offer ethnic or heritage language classes, allow Ll speakers to participate in corresponding
foreign language classes as students or teacher assistants, or organize clubs for groups of
speakers to maintain their common native languages (Wright, 2004).
Bilingual or truly additive programs are not always feasible due to student numbers and
the diversity of languages they represent. However, native language maintenance should be
encouraged throughout the school as a whole. One way of achieving this is to make sure school
libraries contain books in the students' native languages. These books should encompass both
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academic and leisure purposes and may include both student-created and commercial texts
(Cummins et al., 2005; Wright, 2004).
Teachers of all subjects must create reflective and affective learning experiences, which
can be accomplished by creating a respectful environment that nourishes/supports the developing
identities of immigrant students (Cummins et al., 2005; Norrid-Lacey & Spencer, 1999; Phipps,
2003). While a comfortable classroom environment contributes to all student learning, it is even
more essential to an ESL classroom. Students are constantly being asked to perform outside of
their comfort level and they must feel safe doing so. A lowered affective filter is vital not only to
language learning, but also to feeling confident and comfortable enough to continuously explore
one's developing identity (Wright, 2004). Students should not feel pressured to adopt one type
of identity over another, but rather to find the identity that is right for themselves at that point in
their lives.
Active learning is more likely to occur in an environment where students feel secure
investing their identities in the learning environment (Cummins et al., 2005; Syed & Burnett,
1999). Cummins (1994) also warns that every teacher-student interaction constitutes a
negotiation of identities that contributes to the formation of the students' identities.
The experiences and social identities of the language learners need to be part of the
educational process (Peirce, 1995). Cummins et al. (2005) emphasize that background
knowledge encompasses not only information and skills, but also all of the personal, cultural,
and societal experiences that have contributed to an immigrant's current identity and way of
thinking.
ESL Classroom Activities. A variety of researchers advocate the use of personal diaries
or journals in the target language classroom, which allow immigrant adolescents to record and
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reflect upon their changing identities over time (Peirce, 1995; Ullman, 1997). Teachers may
wish to have students write independently about their day-to-day lives or respond to specific
prompts or questions. A sampling of prompts used by Minority Rights Group International
(1998, p.5) has been provided in Appendix A. These questions focus on issues relating to
identity and were used to generate the student essays that comprised the publication referenced in
this paper.
Crawshaw et al. (2001) endorse journal-writing as the ideal medium for integrating
identity exploration into an academic environment. They advise that journaling is most effective
when students can write freely, with the knowledge that the writing itself will not be
academically assessed. Because journals can be viewed as a physical record of the cyclical
process of identity construction, they allow students to look into their pasts and see the changes
they have experienced as a language learner, a member of an English-speaking society, and an
individual. As their skills progress, this type of longitudinal exercise may not only assist the
students in developing a sense of identity, but also in regaining the inner voices that may have
been lost in the native language.
Another long-term identity exploration activity suggested by Ullman (1997) is the
compilation of portfolios containing writing exercises that deal with personal stories and topics
of identity. These portfolios should be revisited over time, allowing learners to reflect upon the
way their identities are developing.
Whatever the format, learners often find that different aspects of their identities emerge
when their creative or personal writing will be read by a peer rather than the teacher (Ullman,
1997). With the current accessibility to technology, corresponding with ELL pen pals around the
globe may be an ideal activity for peer-assisted identity exploration.
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Cummins et al. (2005) suggest the use of identity texts. These personal explorations are
guided by the teacher, but focus on student-directed topics and mediums of presentation.
Teachers may allow students to work collaboratively or to create a multilingual product. A
variation of the identity text is the identity collage (Vietnamese Americans, 2004). Students use
artistic mediums to visually express how they see themselves, how others see them, social
concerns, and/or interests.
Creating personal timelines allow students the opportunity for objective reflection as they
" ... plot significant events in their lives up to the present" (Minority Rights Group International,
1998). Those who are reluctant to revisit painful past memories (such as refugees) may instead
be asked to create "Future Timelines," in which students plot out scheduled milestones like high
school graduation, as well as personal hopes and dreams.
Students may also create research files containing information about their native
countries or cultures. These may contain not only facts, but also personal experiences, opinions,
or recollections contributed by members of the culture. They may be revised or expanded by
later students, as well as made available as reference materials for use by staff members or other
students in the school (Minority Rights Group International, 1998).
Activities that will assist the students in their development of both identity and linguistic
skills may be predominantly oral in nature, rather than written. Teachers may wish to coordinate
discussions and conversations with large and small groups, which could occur both in the
classroom or out. Oftentimes these dialogues can focus on the students' experiences in their
native countries as compared to the new culture as a means of exploring the evolution of their
identities (Ullman, 1997). Additionally, Murphey (1995) suggests that immigrant students can
benefit from the experience of interacting with a fluent English speaker with whom they can
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easily identify, such as a previous ESL student or a successful community member who has a
similar cultural or experiential background.
It is also valuable to provide students with opportunities to use their native languages in
the classroom. Native language use enables students to explore and validate their identities
through their competencies in a variety oflanguages (Belz, 2003). This can be accomplished by
using or creating multilingual texts in class or simply by allowing students to code-switch.
While students will often use either language to discuss most topics, code-switching is
frequently based on the individual belief that it "feels" right to use certain languages for certain
topics, such as the preference many exhibit for using the home language when discussing home
country or culture (Minority Rights Group International, 1998). In contrast, new ideas and
concepts may require vocabulary that is only possessed in the target language. Or, as a Khmer
student explained, "English has all the words to describe how I feel" (Wright, 2004, p. 15).
Furthermore, students may be code-switching as a way of indicating their various group
memberships and social identities (Gumperz, 1982).
Some retail texts, such as Identity by Shaules, Tsujioka, and Iida (2004), use identity as
the unifying theme. Through the oral or written discussion of topics such as values, language,
gender roles, and social change, students develop linguistic proficiency as they explore their
developing identities. Likewise, the internet contains a wealth of suggestions and activities that
can be used to encourage identity exploration. Both online and print resources can usually be
adapted to fit the general and individual needs of the adolescent immigrants.
Perhaps the most valuable strategy for incorporating identity exploration into the ESL
classroom is also the most underrated-the teachable moment. Teachers must recognize and be
willing to capitalize on those instances when the content and/or students present an opportunity
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to investigate identity issues more thoroughly, even if it means putting the planned curriculum on
hold. Crucial to the success of this approach is also the creation and maintenance of a classroom
atmosphere where students feel comfortable spontaneously engaging in such exploration.

Activities Specific to the Author's Classroom. Each of the following suggestions,
whether directly or indirectly, provides an opportunity for students to explore their developing
identities. Most of these exercises were developed or chosen for classroom use out of a desire to
broaden the knowledge of each student as an individual or as a member of the native culture.
Furthermore, many of these activities also serve to promote a positive, comfortable classroom
environment, primarily through the sharing of information in which the students and their
personal experiences, knowledge, and cultures become the resources for learning. Unconditional
encouragement during the process of identity development is not so much demonstrated by the
tasks themselves as by the manner in which they are presented and administered by the
instructor. While there may also be content or linguistic goals to be achieved, in terms of
identity exploration, the point of each exercise is what the students may discover for and about
themselves.
These curricular activities are specific to the author's secondary ESL program in Cedar
Falls, Iowa. Individual units and projects are briefly explained, then a short discussion of ways
in which identity exploration is and can be encouraged within the activities is presented.

Bio Baggies

Students bring objects or pictures from home that represent aspects of their lives and
personalities according to the prompt sheet (provided in Appendix B). Another student acts as
an "anthropologist, " examining the "artifacts" and attempting to compile a description of the
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target student and his/her life. These descriptions are shared with the class, and the subject is
given the opportunity to correct any errors.
While sharing personal aspects of their lives with classmates, students learn how they
represent themselves and how others may interpret (or misinterpret) those representations.
Students may also discover that a few simple items, while helpful in getting to know a person,
may not be sufficient enough to fully describe a complex individual.

Change the World (idea adapted from Rooks, 1990)

While pretending to be members of a future UN committee, students reorganize the
world in terms ofpolitical boundaries and power structure. The students present their ideas via
Power Point and vote for the best alternatives. The unit culminates in a discussion of various
issues alluded to in the project, such as the possibility of declaring one world religion or official
language.
Throughout the restructuring process, students are given the chance to actively promote
their native areas of the world, if they so choose. The Power Point presentations provide the
opportunity to proudly present the merits of their home countries as locations of global
importance.
The discussion prompts allow students to debate their personal views of global and
cultural issues, such as the merits of a multi- versus monolingual society. Other topics include
religion, education, political borders, and economic systems.
Throughout the project, students speak persuasively about their perceptions of their
native or chosen countries and beliefs, rather than being limited to strictly quantitative data.
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Color Poetry
After reading Hailstones and Halibut Bones (O'Neill, 1961), students participate in a
variety of activities that encourage them to experience colors through all five senses. The
students also compile a resource of each color's cultural symbolism. As a culminating activity,
the students, individually or in small groups, compose poems about color that are assembled into
a class "Color Poetry" book.
To begin the unit, students create posters (Figure 1) showing the words for the different
colors as written in their native languages. These posters are displayed in the room or hallway
for the duration of the unit.
The class works together to compile a list of what the colors symbolize or are used for in
each of the home cultures represented by the students, as well as in the target culture. Students
may draw ideas from the overall list when composing their poems.
The personal ideas generated through the exploration of all five senses and the discussion
of cultural symbolism provide the basis for the content of the poems the students produce. The
students are reminded that there is no "wrong" imagery and are encouraged to use their own
personal ideas and experiences regarding color to create their poems.
Examples of poems may be found at the following websites:
http://www.cedar-falls.k 12.ia. us/Buildings/Peet/ESLsite/peet/proj ects/rainbow97/main.html
(Wait, 1997) and
http://www.cedar-falls.k 12 .ia. us/Buildings/Peet/ESLsite/peet/proj ects/poetry00/main.html (Wait,
2000b).
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Families & Folktales
Using family members as a resource, students write a hero or animal folktale in their
native languages. The story is then retold in English, accompanied by an illustration of a scene.
Students may also create sculptures of a character and/or present the stories orally.
Students are instructed to choose a story important to their native culture. While many
easily recall tales that "everyone" knows, others may struggle. In both instances, students are
asked to connect with family members in order to pick a story and/or remember its details.
By writing the first version of the story in their native language, students work toward
maintaining fluency. Students may also be asked to read the story out loud in the LI in order to
practice oral fluency.
The stories may be compiled into books or portfolios, which may then be distributed to
libraries for use as cultural resources by other students, staff, and the general public.
An example of this project can be found at the following website:
http://www.midtesol.org/ClassProjects/projectl/ (Howland & Wait, 1999).

Folklife Workshops
Students prepare and present lessons for elementary students in which they teach an
aspect of their culture. This could be native language vocabulary, songs, games, crafts, etc.
Students investigate and showcase an aspect of their culture. They are given the
opportunity to share their culture and spread understanding, as well as the chance to use their
native languages.
Appendix C contains an example of a worksheet created for use in a workshop.
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Holidays Project

Students research holidays from their country, culture, or religion, then create languagebased activities and/or worksheets explaining the basic components of the observance. On the
date closest to the actual holiday, the students present their holiday to their classmates, who are
responsible for completing the activities.
Note: As some students do not observe any sort of holiday, the teacher will obviously
need to use discretion when assigning this activity. One option, if appropriate, would be for
those students to present an explanation of their beliefs.
While discussion of holidays is often considered to fall under the "food and festivals"
approach to multicultural education, this project allows students to focus on an event that is
important to them personally while giving them an opportunity to educate their peers about their
own religions and cultures. Students may also provide an insight into their personal interests by
choosing holidays that reflect their preferred careers or hobbies.
An example of a worksheet created for this project can be found in Appendix D.

In America

Students complete prompts regarding the beliefs, stereotypes, attitudes, and observations
about Americans and life in the United States. Alternative activities include changing the
prompts to reflect the target state or students' home countries. The prompts used for this activity
can be found in Appendix E.
This activity can be used at any time after students arrive in the target culture, then
repeated after they have lived in the target culture for a substantial amount of time. The students
are encouraged to reflect upon if their experiences have changed any of their ideas regarding the
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target culture and if they can identify any of their earlier ideas as including stereotypes or
generalizations.
Students may also complete the activity for their home countries. If the students
represent a variety of home cultures, they may simply share the project, and therefore their
impressions of their native country, with their classmates.

Journals
Students write daily journals, either on their own time or at the start of class. Entries are
evaluated only on the thoroughness of the response. Journals may either be in the form of a
personal diary where the entry topics are completely at the discretion of the student, or the
teacher may provide prompts such as those found in Appendix F.
As they are not required to share their journals with anyone but the teacher, who is not
assessing the grammar or mechanics of the entries, students are able to explore aspects of their
identities in a private, non-threatening, low-pressure environment. By periodically revisiting
previous entries, students are able to track their personal and linguistic development over the
course of a school year or even longer.

Material World
Students list ten items they would save from their homes in anticipation of a natural
disaster, then obtain a similar list from a family member. After discussing the lists, the class
examines the book Material World: A Global Family Portrait (Menzel, 1995) which examines
the daily life of an economically "average"family from a variety of countries. The unit
culminates in the writing of a research report on a country of the student's choice.
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Students use the item lists to determine what is important to different people. They focus
on personal preferences as well as make generalized conclusions about the lists belonging new
arrivals versus those who have been in the country for a substantial period of time, immigrants of
varying ages and home countries, and members of different generations.
The investigation of the book Material World begins with students finding the chapter on
their own country (if included) or one they consider geographically or culturally close to their
own. As a class, they discuss what aspects of the picture and text is familiar and what is not.
They also evaluate the aspects of the chapter that seem accurate or inaccurate from the point of
view of their own life in the native country. The students also explore chapters about countries
they consider very different from their own, as well as comparing the chapter on the United
States to what they have found in their own experiences.
When writing the research report, students have the option to choose their home countries
as the topic. If they do, they are encouraged to include a section discussing how the facts they
have discovered do or do not accurately reflect life as they know it in their countries.

Opening a Restaurant (idea adapted from Rooks, 1990)

Students are given the task ofplanning their own international restaurant. They create a
sign, name, and menu, as well as determining business aspects such as hours of operation,
maximum capacity, and prices.
Students have the opportunity to develop a menu showcasing their favorite foods from
both the target culture and the native cultures represented by the class. The individual dishes are
discussed in-depth, allowing students to share an aspect of their native culture. Students are
encouraged to consult family members for details.
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An example of this project can be found on the following website: http://www.cedarfalls.k 12.ia. us/District/esl/cfhs/proj ects/nok/main.html (Wait, 2000a).

Short Story Unit: Autobiography

Students begin the unit by writing an autobiography in response to general prompts or
specific questions. Alternately, students may interview each other, then write a biography of the
classmate they interviewed. To maximize the student interaction, interviews may be split into
two parts. Two students interview the same classmate, then work together to compile a
biography covering all of the information. Used at the beginning of a term, this assignment in
isolation may be used as a "get to know you " activity.
Once the biographies/autobiographies are complete, another student uses the
information to create a poster (Figure 2) representing the individual. These posters are
presented to the class and then displayed.
By working closely with a variety of other classmates, students become more
comfortable with each other and therefore, more willing to share aspects of their personal lives
with their classmates. This lowers the affective filter and helps to create a positive classroom
environment.
Students have the opportunity to present areas of their lives or personal qualities that
people don't usually see, as well as share facets of their identities and/or cultures in a more indepth manner than is usually available to them. In the process, they are also exploring
themselves and the way they present this kind of information to others.
The students conducting the interview are able to learn about a specific representative of
a culture, then must find a way to express what they have learned in a way that accurately
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represents the individual. Students must focus on how the individual views him or herself, rather
than how they may view the person.

Short Story Unit: Favorite Person (idea adapted from Singleton, 1998)
Students pick an important person in their lives and are guided through a series of
writing tasks. The final product is a descriptive essay about the person.
Students explore the personal characteristics they value as they choose a subject for their
essay. They reflect upon people who have played important roles in shaping their lives, values,
beliefs, and characters.

Short Story Unit: Favorite Place (idea adapted from Singleton, 1998)
Students are asked to pick a location where ''you feel safe, secure, and peaceful... Maybe
it's an exciting place where you feel very much alive" (Singleton, 1998, p. 95). After completing
a series of individual and small-group vocabulary and writing exercises, students compose a
descriptive paragraph.
Students share a personal location and their connection to it, often from their native
country or home. They explore what is important to them in terms of the outside world, as well
as the emotions such a location generates.

Superstitions
Students discuss common American superstitions and create posters (Figure 3)
displaying superstitions from the cultures represented by their classmates. Organized by theme,
the posters are then displayed.
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Students examine similarities and differences in traditions and values between their home
cultures, the home cultures of their peers, and the target culture. In addition, students may
explore the relative importance of superstitions, both on an individual and cultural level.

Ten Years

As an end-of-term activity, students write an anonymous prediction of what each of their
classmates will be doing in ten years. The teacher, who also contributes an anonymous
prediction, compiles and distributes the information.
Students have the chance to share the qualities of a classmate that they feel are most
important, while considering which qualities or aspirations the subject values. This activity is
most successful when used in a smaller classroom where the students have established personal
connections based on individual knowledge of their classmates.
When they receive their information, students are given the opportunity to view
themselves from another perspective. They learn how their peers see them--their strengths,
beliefs, goals, interests, etc.
An example of this activity can be found in Appendix G.

Limitations of the Study and Suggestions
The research presented in this paper and the resulting suggestions are by no means an
exhaustive review of the work that has been done regarding identity development. It focuses
specifically on non-English-speaking adolescents at a secondary school level who have
immigrated to the United States. The subjects of the studies varied greatly in native culture and
language, home country, educational and personal background, and reason for immigrating.
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The overwhelming number of factors and personal qualities that can affect each
individual's identity development makes it unwise, if not impossible, to generalize the
experiences of adolescent immigrants. Therefore, it follows that no one plan can be prescribed
that will meet the needs of every individual passing through the exploration. While general ideas
and suggestions can be made, schools must remain flexible, constantly working to remain
familiar with the students and their individual needs.
Additionally, it is important to note that while each native culture is unique, there are also
significant differences within a target society, especially one as vast and diverse as the United
States of America. Schools must accept the limitations of their resources. Some of suggestions
presented in both the overall research and this paper specifically are simply not feasible in every
school, such as the establishment of a full bilingual program. Furthermore, schools must
recognize the limitations of its personnel and its overall role, as a large part of identity
development occurs outside of the classroom (Phipps, 2003). With these additional factors in
mind, schools must work to pick and choose the strategies that are appropriate for their
circumstances, as well as what will work best for their individual students. While schools can
not (and should not) control the identity of adolescent immigrants, understanding the variety of
factors and acknowledging the validity of their impact on identity development can provide the
insight needed to create a plan, no matter how general, that encourages the exploration of an
individual's developing identity.

Overview of Findings
The basic factors which influence identity development are numerous, particularly during
adolescence. As with any other major life event, immigration and acculturation require
important personal adjustments that will have a permanent impact on identity (Goodenow &
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Espin, 1993). Despite a plethora of challenges, most adolescent immigrants move steadily
through a process of identity development.
However, the secondary schools these students attend represent not only a miniature
version of the target culture but also the place where most adolescents spend the majority of their
waking hours. School personnel in all subjects and at all levels need to understand the myriad of
factors, from the various aspects of immigration and acculturation, to the influence of peers, to
unique personal characteristics that are likely to have a significant impact on the experience of
identity development. The individual and complex nature of identity must also be considered, as
even researchers question if all who attempt to enter a new culture experience the monumental
personal reconstruction that is seen in their own studies (Pavlenko & Lantolf, 2000).
As the organizers of the book Forging New Identities explain, all of the adolescent
immigrants involved in the project were attempting to create new identities for themselves while
negotiating the very complex experience of immigration (Minority Rights Group International,
1998). For these immigrant students and others, "if being an American means that they must
leave behind or forget their own multiple identities, they will have lost something precious in the
answer" (Nieto, 2002, p. 114). This is a potential consequence of immigration that schools must
work to prevent.
Summary

Secondary schools should provide adolescent immigrants with opportunities to explore
their developing identities throughout their educational experience. Examples of these
opportunities have been presented over the course of Chapter Five, including the discussion of
topics such as the appreciation of native cultures and languages, the recognition of contributions,
students as linguistic resources, the promotion of additive bilingual practices, and both affective
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and practical support. Suggestions for incorporating identity exploration into the language
learning classroom were also presented, including examples specific to the author's classroom.
Limitations to the study and suggestions were discussed, and a final overview of the findings was
presented.
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Appendix A
•

Who is in your family? Where are they? Who does what? Do you have an extended
family? What kind of contact do you have with family members in your homeland?
What does family life mean to you? What is important about your family? How do you
feel about your new life and what you have left behind?

•

Who are your friends-both here and in your homeland? Is there anything you miss
about your friends in your homeland? Is it important to have friends of the same ethnic
background as yourself or not? How easy/difficult has it been to make friends in your
new country? What do you do with your friends here? What do you talk about? What
did you do with your friends in your homeland?

•

What does your first language mean to you? Is it important to you, and why/why not?
Who do you speak it with and why? What sort of things do you talk about in your first
language? What was it like to start learning English? What about reading and writing in
your own language-is it important to keep that up? Do you feel that you are losing your
first language? Is it inevitable that people lost their first language if they move from
country to country? Is it important for people to retain their first language even if they no
longer live in their homeland or that of their parents?

•

How important is religion in your life? Has that importance changed since you left your
homeland? What do you look for in religion? If you follow a religion, does it make you
feel different from other young people? Is your religion as much as part of a culture as a
set of beliefs? Are there any particular aspects of your religion, such as certain festivals,
that are particularly important to you?

•

Can you describe your attitudes toward the food, clothes, and music of your home
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culture? What are your attitudes (toward the food, clothes, and music of your new
culture) now that you live in a new country? Have these attitudes changed? How do
your parents and other family members feel about these changes?
•

How do you describe yourself-by nationality, by ethnic group, by religion, by
appearance? How would others describe/label you? How do you feel about those labels
and descriptions? What are you proud of-concerning yourself, your family, your
homeland, your community? Who are the people who are especially important to you
and why are they important? What have been the positive/negative things about coming
to live in a different country? Do you see yourself as American? What makes up
American-ness? Are you views different from those of your parents or other family
members?

•

What are the major differences between school in your homeland and in your new
country? In what ways has your new school helped you to adjust to the new way of life?

•

How do you see the future? What are your hopes and fears? What could be different
between your future as you believe it probably will be, and the way you would like it to
be?
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Appendix B
Bio Baggies
Students will be given a gallon-size zip-lock baggy and will be asked to find items tc
place inside. The items should represent *them* according to the FACES categories:
Family
Activities
Community
Ethnicity
Special talents, interests, hobbies
After they have gathered the items, they will return to class and trade baggies. Each
student will then play the part of an "anthropologist." They will try to figure out what the
items mean in order to fill out the story blank. Once the bags are returned, the stories are
read aloud to determine if the "anthropologist" came to the correct conclusions.

----------------

------------- ·-------------------My Story

_ _ _ _ _ _ _ _ _ _ _ _ _ has _ _ _ _ _ _ members in his/her family.
(name)

(number)

_________ likes to _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
(He/She)

_ _ _ _ _ _ _ _ _ _ _ _ _ lives in _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
(name)

(town or state)

_ _ _ _ _ _ _ _ _ _ _ _ _ comes from _ _ _ _ _ _ _ _ _ _ _ _ _ __
(name)

(country or city)

_ _ _ _ _ _ _ _ _ _ _ _ _ is special because _ _ _ _ _ _ _ _ _ _ __
(He/She)

Report compiled by _ _ _ _ _ _ _ _ _ _ _ _ __
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Appendix C
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Appendix D

TIRADENTES
Tlradentes, whose name Is Joaqulm da Silva Xavier, was
the _ _ _ _ _ of the Brazilian nation. He was _ _ _ _ in sao
Joao del Rel - Minas Gerals, 1746 and he died in Rio de Janeiro,
1792.
He was orphaned when he was eleven years old, and he
was pretty intelligent. A surgeon who studied medicine and
dentistry_ _ _ _ him.
Tiradentes tried to work In many -------1' but he
wasn't successful. In his mllltary career, he Just got to be a
_ _ _ _ _• And then he went to Rio de Janeiro and there he
was a nurse and ______ It's how his nickname appear:
Tlradentes.
In the same time he took advantage of an opportunity to
preach his _ _ _ _ _ of liberty, first In Rio de Janeiro and
later in Minas Gerais, where he became a _ _ _ _ _ of the
people that _ _ _ _ _ to separate Brazll from Portugal. When
was discovered the conspiracy he was _ _ _ _ _ _ like the
others that believed In his Ideas.
Tiradentes, with his amazing _ _ _ ___,, assumed all
responsiblllty, therefore he was the only one that suffered the
capital _ _ _ _ _ _ • He was _ _ _ _ _ in Rio de Janeiro on
- - - - - - 21,1792.
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Appendix E

In America
Finish each of these sentences about what it's like to live in the U.S. If you have more
than one idea, write them all down!
1. In America, people eat

2. In America, people play
3. In America, people wear
4. In America, people celebrate

5. In America, people listen to
6. In America, people read
7. In America, people like
8. In America, people don't like
9. In America, people can _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
10. In America, people can't _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
11. In America, people do _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
12. In America, people don't _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
13. In America, people believe _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __

If you have any other ideas, add them! (For example, #13 was a student's idea.)
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Appendix F
1. What country do you come from? What's your favorite thing about your country?
2. Where did you live in your native country? Describe what the town was like.
3. What kind of house did you live in? Did you live in an apartment? Compare it to
where you live in the United States.
4. Explain the biggest difference between life in your country and life in the U.S.
5. When did you come to live in the United States? Why?
6. What religion do you believe in? Explain a little bit about it.
7. Name a few of the holidays you celebrate. Explain what they are for.
8. What is your favorite holiday? What do you do? Why is it your favorite?
9. How many languages do you speak? What are they? Which one was the hardest to
learn?
10. What is the most beautiful word in your language?
11. What is your favorite English word?
12. Retrace the history of your hair. When did you change your hairstyle and why?
13. Describe one of your favorite pieces of clothing. How did you get it? Why do you like
it?
14. What is one thing that you have always been too afraid to try?
15. What is something you've always wanted to do, but have never done?
16. What do you enjoy doing when you are by yourself?
17. What is one thing you have lost that you wish you hadn't?
18. What is your most prized possession? Why?
19. What kind of books do you enjoy reading?
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20. What's the best gift you have ever received?
21. What three adjectives would you use to describe yourself?
22. What's one physical thing you wish you could change about yourself?
23. What's one thing you wish you could change about your personality?
24. Something few people realize about me is that _ _ _ __
25. One of my best points is _ _ _ _ __
26. List three things you will NEVER do.
27. I know how to - - - 28. I am very good at _ __
29. Something I'd like to get better at is - - - - 30. I'm learning to _ _ __
31. I would like to learn how to - - - 32. If you had your own web page, what would be on it?
33. Write the name, nationality, and occupation that are most unlike your own. Explain your
choices.
34. I really miss _ _ _ _ __
35. I felt really proud the time I _ __
36. I get discouraged when _ _ __
37. I'm happiest when _ __
38. I feel sad when - - - 39. The thing I worry about most is _ __
40. What scares you?
41. Write about something sad that once happened to you.
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42. What is the most stressful thing in your life right now?
43. What cheers you up when you are in a bad mood?
44. What makes you angry?
45. How is your life different from your parents' lives when they were your age?
46. Describe a family member who means a lot to you, but doesn't live in your house.
47. What is your favorite family tradition?
48. The most important thing that parents do is _ _ _ _ __
49. Would you rather be an only child or would you rather have lots of brothers and sisters?
50. What do your parents think about your friends in your new country?
51. Who is your best friend? Describe this person.
52. My favorite thing to do with a friend is _ _ __
53. Describe the best time you ever had with your friends.
54. Name one person you wish you kept in better touch with.
55. Write five questions you wish people would never ask you because you don't want to
answer them.
56. Someone I'd like to know better is - - - - - 57. I like to be with people who _ _ __
58. I don't like people who _ _ __
59. List three things that everyone should try at least once.
60. Someone who makes me feel happy is _ _ __
61. What is one advantage girls have over boys?
62. What is one advantage boys have over girls?
63. What is the worst problem in the world today?
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64. The best part of this school is _ _ __
65. Describe your favorite teacher. (past or present)
66. One thing that worries me about this school year is
67. The hardest part of school for me is _ _ _ __
68. I love to eat - - - 69. Can you cook? If so, what is your favorite dish to cook? If not, which dish do you wish
you could make?
70. I hate to eat - - 71. What is your earliest memory?
72. How did you get your name? Does it mean anything special?
73. What historical date do you remember? Why?
74. The best thing about home is - - - - 75. My goal for this year is to _ _ __
76. The one thing I definitely want to accomplish this year is _ __
77. I wish I could change __ .
78. List three things you want to accomplish by the time you're 40 years old.
79. What will your life be like ten years from now?
80. Write your own eulogy.
81. The first thing I want to do when I grow up is _ __
82. When I become a parent, I won't _ _ _ _ __
83. What kind of job do you want to have when you grow up?
84. Do you want to have children when you grow up? How many?

Identity Exploration 87
85. Are you planning on going to college? What do you want to study? Where would you
like to go - somewhere close to home or somewhere far away?
86. Pretend you have adopted twins - one boy and one girl. What would you name them?
87. If you could live anywhere in the world, where would you want to live?
88. A genie will grant you one wish. However, your wish has to be for someone else. What
will you wish for?
89. If you were going to open a restaurant in your town, what kind of food would you serve?
What would you name it?
90. If you had to be rich (but not famous) or famous (but not rich), which would you choose?
91. If you could have lived during any time in history, when would you have lived?
92. If I could do anything I wanted I would _ __
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Appendix G

Ten Years
Ten years from now A will be a movie star and a model because she has the skills for it.
I think A will be married to a rich guy and have everything she wants. She will have a lot of
kids.

A will be married to someone and have kids. If she has a job, I think she will be a
teacher. She'll live in her own house and have a really nice life.

A will live in a small town in the south. She will be a nurse. She will live in an old
house with a big yard. Her husband will be a carpenter. They met when he got hurt on the job she stitched up his hand and he asked her out. Now they live in the house he was working on
when they met.

A will probably be doing a good job in college. Maybe she'll be studying how to be an
actress. Maybe she'll be married and have three children. She will probably live somewhere in
Atlanta.

Figure 1
Written in the appropriate colors, signs displaying color words in students' native
languages were created and displayed during the Color Poetry Unit.

Figure 2
After reading a classmate's biography, this poster was created to visually represent the
student.

Figure 3
Given a basic topic such as "babies and children," each student compiled a poster of one
superstition from each home culture represented in a high school ESL class .
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